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Abstract 
 
Investing in early childhood care and education services contributes to the lifetime well-
being of children and families. Early childhood teachers work at the frontline of this 
investment, supporting families and dealing with day-to-day issues that impact on the 
lives and learning of young children. These teachers work within prevailing social and 
political structures yet they are also co-constructors of service provisions as they are 
experienced by families with young children. Nine teachers with work experience in a 
range of early childhood services engaged in conversations about key issues and 
contextual challenges facing their work as early childhood professionals. Three 
challenges raised by these teachers are examined to draw attention to the reality that 
creating a community of care for children and families requires re-thinking the role of the 
early childhood professional in service provision. This paper contributes to knowing 
about what it means to teach in contemporary early childhood contexts and to 
understanding how and why teachers find it difficult but necessary to actively promote 
connectedness and a sense of community across local services for children. 
 
Challenges raised by fragmented service provision 
The argument for investing in early childhood is being developed and reiterated among 
researchers and governments worldwide who recognise that quality early childhood programs 
and experiences make a difference to children’s development, offering children a chance to 
succeed in life (Newberger, 1997; Shore, 1997; Young, 2002). But just what the service 
provision might be is still far from clear. 
 
In Australia, contemporary early childhood services encompass preschools, preparatory classes 
and lower primary classes, kindergartens, centre-based childcare, family day care, occasional 
care, out of school hours care programs and vacation care. Childcare services have become an 
essential component of family and working life (McGurk, 1997). Historically, early childhood 
programs and services in Australia were developed with a single focus, with community based 
kindergartens and preschools once the major service providers for early childhood education 
(Brennan, 1998). Wider social, economic and political contexts have influenced the creation of a 
range of early childhood service providers, leading to the current array of separate, specialised 
and competing programs and services.  
 
Of course, diversity of early childhood services is theoretically promising, providing parents with 
options from which they can choose to meet their own and their children’s needs. In reality, this 
  
diversity can engender confusion as parents confront an array of competing policies and 
fragmented arrangements (Press & Hayes, 2000). Current service delivery mechanisms are not 
always working in the places or at the times when families need support (Moss, 2002). Many 
parents put together a package of two or more arrangements. This means that children spend time 
in a number of services each week because parents are selecting some arrangements to meet the 
educational and social needs of children and other arrangements to meet work-related needs 
(Berthelsen, 1997).  
 
Some researchers, in response to this fragmentation, are identifying a need to broaden and 
integrate existing services for children, adopting a wider perspective across childhood (Moss, 
2002). Government policies are responding to such ideas, some contemplating the creation of a 
‘one-stop shop’ for families (Australian Labor Party, 2003).  
 
This paper examines the problem from a slightly different perspective, drawing on the 
experiential knowledge of practitioners who have worked in two or more of the existing services. 
It is argued that structural change will not necessarily overcome the fragmentation that currently 
makes life difficult for families. Changes must also make it possible for professionals to create 
the conditions where all care and education services become part of communities of care, and 
actively work in concert for the good of the child and the child’s family. 
 
Investing in early childhood: Valuing early childhood professionals 
‘Investment improving options’ for early childhood must emphasise ‘quality’(Kagan, 1991; 
Murray, 1986; Textor, 1998). Life long positive outcomes for children are dependent on quality 
early childhood programs, on the provision of positive nurturing experiences and interactions 
(Newberger, 1997; Young, 2002). Quality in early childhood programs is, in large part, a 
function of the interactions that take place between the adults and the children in those programs 
(Kontas & Wilcox-Herzog, 1997). It should come as no surprise then that early childhood 
professionals are a major resource for maximising investments in early childhood (Black, 2002; 
Burton & Halliwell, 2001; Ochiltree & Edgar, 1995; Press & Hayes, 2000). The quality 
dimension is linked with accepting that the work of the early childhood professional involves 
being responsive to the child and understanding family needs, using child development and other 
knowledge sources to design daily programs that honour the individuality of each child 
(Berthelsen, 1997; Black, 2000; Burton & Halliwell, 2001).  
 
The voices of nine early childhood teachers who regard themselves as professionals in their field, 
are heard in this paper. These teachers were selected from a survey pool of 417 early childhood 
teacher graduates from Queensland University of Technology 1991-2001, who indicated a 
willingness to participate in further research into their work (Halliwell, Berthelsen, & Black, 
2001). The career profile of these nine early childhood teachers (and the wider pool of early 
childhood graduates from which they came) indicate that contemporary early childhood teachers 
are likely to have worked across a range of early childhood services and age groups. The 
participants were selected from those within a geographic area that made face-to-face interviews 
possible for this project. Each teacher engaged with the researcher for one interview of 
approximately 90 minutes duration. Semi-structured, open-ended questioning closely followed 
the print material provided prior to the interview and probed teacher views of contextual 
challenges confronting their everyday work. 
  
 
All had completed an early childhood teaching degree course in the 1990s, some as an extension 
on their primary teaching qualification, others upgrading from a TAFE childcare qualification. 
All participants had at least ten years experience in programs for young children, eight of the 
nine had experience in childcare centres, six had worked in preschools and/or sessional 
kindergartens, and seven had worked in primary schools. Each teacher spoke of the difficulties of 
juggling family and work commitments and this was reflected in decisions such as when to work 
part-time or to accept leadership positions. Such a range of experience entered into their 
professional knowledge, giving them insight into why families are experiencing fragmentation 
and discontinuities among service provisions. This knowledge combined with their early 
childhood professional belief in the importance of enhancing continuities in life and learning, led 
them to look for ways to promote connectedness and community so that families are better 
supported.  
 
During the interviews teachers identified many challenges facing their field of early childhood. 
They relayed jarring moments involving dysfunction and disharmony as children moved between 
service types, described attitudes and routines that did not connect well to other services used by 
the family. Importantly, teachers also told of strategies they used as co-constructors of the social 
environment surrounding families, to soften the effect of discontinuities and to create 
connectedness. The anecdotes selected from the data show how these teachers engage in 
“reciprocal shaping” (Huber & Whelan, 1999) in order to provide the best possible social 
contexts for families. 
 
Three significant challenges raised by teachers during the interviews are discussed here. These 
indicate how taken-for-granted, routine ways of thinking about and acting toward other players 
may serve to make life for families more difficult, in contrast to the expressed purpose of 
supporting families.  
 
The three challenges are: 
 
Discontinuities in the child’s daily transition between home and an array of early childhood 
programs and services meant to support families.  
Competing and contradictory approaches to understanding and responding to children’s 
behaviour.  
Inclusion of children and families with special needs, cultures and belief systems. 
 
These challenges are examined from the perspectives of the teachers, showing how the priority 
given by the early childhood teacher to understanding the child and working with the family, 
aims to alleviate jarring experiences that disrupt what families ought to feel is a community of 
care where service providers share responsibility with families for children’s early life 
experiences. 
 
Discontinuities in the child’s daily transition between home and an array of early childhood 
programs and services meant to support families. 
Traditionally, early childhood educators place high value on ensuring strategies are in place to 
ease what is a very big step for a young child – the daily transition between home and the early 
  
childhood program. Strategies that evolved under earlier circumstances to make this a positive 
transition were built around face-to-face contacts between parent and teacher, including informal 
discussions as children entered or left the program. These aimed to bring about a shared 
understanding of the child’s experiences, hopes and growth patterns.  
 
Given the number and variety of services families now rely on, these particular transition 
strategies are much harder to promote and maintain. Parents may not be the people collecting or 
bringing children. It is not uncommon for a different staff member employed in out-of-school 
hours care, centre-based childcare, sessional preschool and primary school to bring children to 
and collect them from a program. There is seldom any mechanism in place that enables staff 
across various services to tune into how daily routines might blend into a positive, coherent set 
of experiences for the child. This is despite the commonly expressed purpose that early 
childhood services provide support for families with young children. It seems that new strategies 
are urgently needed. 
 
Children’s experiences really need to be the focus as the people involved in these services come 
to grips with contemporary situations. Susan, a preschool teacher has found that all of the 
children in her preschool group have had regular experience in other early childhood programs, 
some of them since five weeks of age. She nominated the difficulty of maintaining 
communication with parents as one of her major challenges. 
 
 One of the biggest challenges for me is the number of working parents that I don’t 
get to see. Their children arrive at preschool from the bus from the private 
childcare centre or from before-school hours care program run by the school in 
the school grounds. There are no procedures in place for communication with the 
preschool teacher and the main school seems indifferent to the preschool. 
 
For Lyn, a major challenge was communicating with families in ways that acknowledged 
without trivialising the alternative care arrangements used by families. Beginning work as a 
primary school teacher, Lyn took leave to have her own children, returned from leave to teach in 
a childcare centre, then moved full circle to teach in primary school again, eventually becoming 
a deputy principal. Reflecting on her time in childcare Lyn remembers it as a nice place to be, a 
place she liked and enjoyed. She took it for granted that her job included liaising with the school 
in the area before her group of preschool children went to school.  
 
I was very keen to make sure the practices I had in childcare supported children 
moving to Year One as I wanted to bridge the gap and challenge that mentality of 
childcare being seen as child minding, or where parents were seen as people who 
dumped their children because they were selfish and wanted to go to work. I 
thought I had helped the transition to be better and more cohesive for children.. 
but looking back now from my ‘teacher in a primary school’ point of view I still 
find that childcare centres are largely ignored by schools and that there is not a 
connection at all, we are not working together. 
 
But since returning to the school system, Lyn has noted that many parents think it necessary to 
apologise to the school for having used childcare services.  
  
 
When parents come here for their interviews they’ll say to me ‘but he only went to 
daycare, he didn’t go to preschool’ – it is an apology that the child didn’t attend 
state preschool, the recognised preschool. It is not until I tell them that my own 
children spent their entire childhood in childcare that they relax and realise that I 
am not going to judge them. Somehow there is a bad connection here – parents feel 
that to use a childcare centre equates to being a bad parent or brings into question 
the ‘quality’ of one’s parenting. 
 
Lyn works hard to avoid causing those jarring moments where the parent is made to feel guilty 
about choices made, made to feel that some services are considered valid while others are not. 
She believes teachers in schools have a role to play in showing value for other early childhood 
services. She comments  
 
I know many children love to go to childcare and there is something to be said for 
immediate reactions, I say ‘oh wow you’re going to childcare now, fantastic’. I 
have heard teachers be very negative and their response seems to convey ‘oh you 
poor little thing you are going to childcare now’. 
 
Another aspect of this fragmentation among services is the isolation that many early childhood 
teachers feel even though they work among a wide array of other professionals. For Debbie, a 
teacher with experience as group leader, preschool teacher and director in childcare centres, 
isolation from other teachers in her field and from teachers more generally has made her 
professional work more difficult. In order to better support families she has made a deliberate 
effort to network.  
 
When you work in childcare you do feel quite isolated and that’s partly why I 
chose to study again, and also get involved as an accreditation moderator, to keep 
me in touch with others. I also have connections with (the) Lady Gowrie(Centre) 
and so there are a few things that I do in order to try to get myself out there. In this 
area we are pretty much valued as a preschool because there is no state preschool 
at the school. We’ll often have meetings with all the community kindergartens and 
state preschools in the area and meeting regularly means we all know one another 
very well. But even so, for me it is an effort to even get there more than once every 
three or four months, this is due to the difficulties of finding someone to fill in for 
me and the nature and hours of childcare mean that the back up you need is not 
automatically there. 
 
The sense of isolation from professional colleagues results in part from different time schedules. 
In school systems the preschool often has a different daily timetable from the primary school so 
that teachers are seldom able to participate in staffroom chit chat. Childcare centre staff have 
different daily time schedules from kindergartens and schools and do not have school holidays. 
So overcoming isolation requires the types of actions outlined by Debbie. 
 
  
Narelle, originally an occupational therapist and special education teacher and principal, now a 
director of her own childcare centre, commented as follows on the importance of building good 
relationships with the community kindergartens, state preschools and schools in the area.  
 
I have good relationships and see all the local schools. I actually advertise in the 
local school newsletter. A lot of children that attend the local preschool, come here 
on the other days, so I know the preschool teachers by name and they know me by 
name. The children that attend my centre full-time do not attend the state 
preschool program so I make arrangements with the school and the state 
preschool at the end of the year for all our children to go together for their school 
introduction and visit.  
 
This is not just the business strategy of an owner operator but one that she knows will smooth the 
path of families as they move between services and programs. It is created by a teacher who 
understands her work as residing within a larger, complex whole where good practice nurtures 
myriad connections among the people involved.  
 
Samantha, currently a teacher-administrator in childcare following on from work in primary and 
special education schools, provides another window into this way of understanding work as 
involving negotiation and connection among myriad workers for children and families.  
 
When you’re an early childhood teacher, the scope of your work is enormous. As 
an assistant director I was helping to train staff, helping them with difficult 
children and with their university studies. I had parents who were separating and 
seeking support and we were referring them on to specialists. I had to red flag 
children who were having real difficulty with language and then obviously talk 
with the parents, negotiate with them and also with community centres to get them 
into speech therapy, to fast track them into therapy, because there’s a six month 
waiting list at public hospitals. You have to negotiate with everybody. Then you 
have children in speech therapy one day a week. Every three months you have to, 
on your day off, visit speech therapists to witness a lesson so you can carry it 
through in the classroom.  
 
It is unfortunate that the current fragmentation and discontinuities among services make it 
increasingly difficult for these teachers to be one of the lynchpins that make the services efficient 
and effective. It is, however, heartening to know that some workers in the field are finding new 
ways to provide real support for families. 
 
Competing and contradictory approaches to understanding and responding to children’s 
behaviour. 
As they move beyond the comfortable (in some cases not so comfortable) routines and 
expectations of life within the family, children may unfortunately find themselves confronting 
competing and contradictory ideas about how they should behave. Helping them adapt and 
position themselves within various relationships and group dynamics is important. 
 
  
Susan, in her role as preschool teacher, is aware that differing routines and relationships impact 
of children’s behaviour and that her work involves helping each child make a successful 
transition between settings. But the lack of any mechanism that encourages staff in services to 
work in concert leads to increasingly difficult challenges as she welcomes groups of children 
from childcare alongside parents helping their child make the transition from home to centre.  
 
When children have been to day care, they come into the preschool then they go 
back for the afternoon .. groups of children can arrive at the preschool with a set 
of play behaviours already intact and a group mentality and a mood already in 
place. To break that mood and to settle them with the other children is sometimes a 
challenge. My other teacher believes that behaviour problems arise because when 
her preschool children go to the day care centres for the days when they’re not at 
preschool different behaviours are reinforced. They then come back on the 
Monday to our preschool having reverted to childcare behaviour patterns and she 
has to work all week to settle things down. 
 
In order to help children adjust to different routines and programs Susan has developed strategies 
such as seating childcare children beside her at group time, doing puzzles with them and being 
the ‘parent’ figure during the morning time when other children have a parent working with 
them. These are small groups of children who have been playing together for several hours at 
childcare before arriving at her preschool. Another strategy she uses to bring the parents of these 
children into her communication loop, is to write a newsletter specifically for parents of children 
she never sees. This is part of her focus on communicating with parents about what children are 
experiencing at preschool. 
 
It was interesting to note that the teachers participating in these interviews took care to avoid 
‘blaming’ staff in other services for the behaviour of incoming children. They were quite 
perturbed about what they saw as a prejudice against childcare among some teachers. Samantha, 
for instance, expressed her concerns as follows:  
 
I have heard Year One teachers say ‘within two weeks I know if a child has 
attended childcare, I know because of behaviour, because of lack of attention span 
because of the way they speak to the teacher’. They say ‘I told you he’s been in 
childcare. I knew it the moment he walked in and started spitting. I knew the 
moment he started swearing at me as if he could get away with it. Or the moment I 
couldn’t get him to sit still for more than thirty seconds’. 
 
Samantha taught in childcare for many years before becoming a teacher in a school system and 
found comments such as those above to be an extremely negative way of viewing the child and 
the causes for his/her behaviour. From her perspective, these teachers are failing to understand 
that children are being taken to childcare centres at six o’clock in the morning, then they are 
transported in a group for a full day at a school, then a staff member arrives to take them back to 
the childcare centre. By the time children arrive at school they have been in a rush since five 
thirty in the morning, and may not have had a chance to eat breakfast, as some centres provide 
meals and others do not. In her school work environment, Samantha finds it hard to accept that 
  
school strategies for managing types of difficult child behaviour fall short of reaching out to 
work with other services.  
 
Susan advances another aspect of the early childhood perspective on managing children’s 
behaviour in growth producing ways. Her concern that behaviour management must start with 
‘respect’ for persons draws attention to the need for all services to critically examine their 
philosophies and beliefs about child development and associated practices. In the following 
extract from her interview, Susan is referring to her reflections as she took part in professional 
development activities within her school.  
 
At the last pupil free day teachers at the school were discussing behaviours in the 
playground and I was particularly interested in the way the teachers approached 
it. They were saying, ‘Oh there’s no respect for teachers, children throw stones, 
they throw sticks, they do this, they do that’. From my perspective as a preschool 
teacher I immediately thought, ‘you must show respect to get respect so if you’re 
walking out there are yelling at children such things as, ‘Hey you! Get out of 
there,’ then there is no respect to start with. These teachers were approaching it 
from a punishment perspective. They were not considering why children were 
behaving in certain ways, or thinking (through) strategies to change behaviours, 
they were not thinking about ways to change the playground, to add equipment or 
modify the playground so that behaviours were modified. They were interested 
solely in punishment and how many misdemeanours before a child was sent to a 
room. That wouldn’t be my approach. I also would be prioritising contacting 
parents first if I had a concern. 
 
Belinda, previously a primary school teacher and currently an administrator/director of a 
childcare centre, also took it for granted that behaviour management strategies must involve 
working with parents, alongside having a team approach to managing behaviour and helping 
children position themselves positively in the settings where they find themselves. At her centre, 
weekly staff meetings involved discussions about specific issues related to behaviour 
management to form a united approach for dealing with particular situations. Belinda gave the 
example of a child who was exhibiting aggressive behaviours. A staff member mentioned these 
behaviours to the parent who did not initially react well to questions about why he was acting in 
the ways described. The parent began to heartedly demand that the strategies she used at home 
such as using time-out in a cot be used at the centre. The staff team discussed this and decided 
that they could not use such a strategy within their program. Together the parent and the staff are 
working to find alternative approaches that acknowledge the philosophies, beliefs and routines of 
each setting as well as the child’s needs in each setting. They are working towards a team plan so 
that there is some consistency in terms of expectations held for the child.  
 
Lyn, deputy principal of a school, and previously a teacher in childcare, and lower primary 
classes, knows the importance of a united team approach and the importance of respecting 
children’s experiences. As a result, the teachers at her school and preschool now try to find 
diverse solutions to children’s problems and look at the reasons behind the behaviours in very 
non-judgmental ways. Parent communication is valued. So when issues arise the school 
immediately informs the parent, rather than leaving discussion of concerns until the time when 
  
parent interviews are held. The teachers are learning to make it a habit that parents are kept 
informed about events in their children’s lives at school.    
 
Establishing and agreeing on shared approaches to managing behaviour is not always easy. Kylie 
is sad that consequences, rules and discipline feature so often in the conversations of primary 
school teachers. Reflecting on changes she had to make when she moved from the childcare to 
the school sector, Kylie notes significant differences in the ways that parents are considered to be 
part of the equation when considering children’s behaviour.  
 
Because of the vast difference in skills and children’s backgrounds I had to change 
so much about my teaching, even the way I spoke with children, I had to explain 
things slowly and carefully. I found teachers trained in early childhood are more 
likely to be the teachers who deal with difficult situations with the parent 
themselves. Whereas teachers in upper grades prefer to send the child to the 
administration staff to sort it out and they divorce themselves from the whole 
situation. You can tell the teachers trained in early childhood as soon as you walk 
into their classroom by the arrangement of the room. I think the room arrangement 
has a lot to do with discipline in the first place, how it's set up, what's available for 
children to look at, what's available for them to play with or not to play with, 
what's accessible, what's not. Early childhood teachers have a background of 
knowing about children and knowing how to interest children using music in the 
classroom, hands-on things like lego or counting sticks rather than maths on the 
blackboard or maths by rote. The teachers that don’t have this background and 
knowledge about how children learn tend to be the ones that get really frustrated 
about discipline. I can see where the structured teachers are coming from and 
their focus on skills like using scissors. But they will sit down and show them how 
to use the scissors in really structured ways. I will have lots of activities available 
where children can use scissors, so I am not doing it in a structured way. 
 
Inclusion of families with special needs, cultures and belief systems 
A third set of challenges raised in these discussions surrounded teacher efforts to create 
curriculum, sets of learning experiences, that were truly inclusive of all the groups and 
individuals with whom they worked. Issues and situations that they referred to as challenging 
ranged across racial, religious, cultural and individual physical and emotional health 
considerations. Policy and other structural features of services where they worked entered into 
these challenges.  
 
Samantha, for instance, found it difficult, in the school setting, to be as responsive to cultural 
differences as she had been in childcare. In the school it seemed that the major concern was 
group and classroom dynamics not cultural or individual differences. From her perspective 
minority groups, including those with English as a second language, were disadvantaged by the 
whole class focus. She found it also problematic that so many children floundered in literacy 
programs that heavily emphasised attainment on particular benchmarks. From her perspective, 
there was much more to gain by looking at the knowledge a learner might communicate when 
given time to talk one to one with the teacher.  
 
  
I like to emphasise and value children’s own culture a lot. We might be focusing on 
sentences and spelling words but each student has a personalised quota for 
spelling that they work on, and instead of doing a teacher prescribed sentence they 
do what they are interested in. One student wrote a wonderful paper on how you 
catch and cook an echidna. What you do with the quills and things like that. It was 
part writing, part picture. He had a lot of difficulty with writing and rather than 
break his flow I gave him a huge bit of paper and said go for it. He put a bit of 
writing here and bit there and what he couldn’t write he drew. Then he brought 
some quills from home and showed me what you do with them afterwards. It was 
just amazing. I got more out of him through this but it took a while to know the 
approach to use and to know how to go with it. 
  
This concern about being responsive to what individuals know and do is echoed in Kylie’s 
comments about how important it is to use child observation and analysis to truly understand 
current abilities and to take positive action to promote new learning. She is far from satisfied 
with the way systems constantly send children to get assessed for behaviour problems, wanting 
to test, ascertain and label children.  
 
I often think they would be better able to find out information about the child 
through observation. There’s a child here they’ve just medicated so they can give 
him an intellectual test. They’ve medicated him so he will cooperate and that just 
breaks my heart. Whereas I can see what’s wrong just observing him in the room. 
Programs need to be careful that they are not concerned with children meeting 
benchmarks at the expense of the child as a person. 
 
Susan nominated as one of her challenges, working in a school and preschool with a large 
community of Jehovah Witnesses. It was obvious that this was a challenge she relished, for it 
provided her with many moments of critical thinking about current practices and how they might 
be adapted to better serve these members of her work community. She spoke of involving 
children in making decisions that were respectful of their peers giving an example of how 
Joshua, a Jehovah Witness, was asked what he wanted to tell the other children about why he 
was not able to have cakes or be involved in certain celebrations. She wanted Joshua to have the 
opportunity and the power to determine what was discussed with other children. Another 
example involved a girl in her preschool group who suffers from extreme eczema. 
 
She cannot sit on the carpet as she is very allergic to dust mites. So she and I sit on 
chairs. I talked with her about what we should tell the other children and asked if 
her if it was all right for me to tell them she got itchy and sore from the carpet. 
 
This is all part of what she believed to be important learning outcomes from her program, 
children learning to show respect and to be responsive to others.  
 
Parent involvement and communication is a significant issue for early childhood teachers 
working to promote inclusion. Lyn’s school values working with families and has taken practical 
steps to promote a sense of community within the school. The school population features many 
Samoan, Aboriginal and Vietnamese families and Lyn’s school has deliberately employed people 
  
from these groups, people who live and speak the culture, as a way of promoting connectedness 
and supporting children and families. The Samoan community also run a breakfast room at the 
school – an identified need for the school children. This school is endeavouring to make 
education a community concern, and community an educational concern.  
 
Promoting connections to truly support families 
Organisations involved in supporting families and young children, just like a dance company, are 
made up of a shifting range of players who are interacting as families draw on them and 
participate in them. Many players, people, service types and institutions encompassing health, 
education and welfare also make up the society that cares for families and children. Service types 
have their own distinct roles, rules and resources but players in these various services must now 
engage in processes of redefining, expanding and altering their routines and functions (Press & 
Hayes, 2000). This involves taking into account, and endeavouring to coordinate, structuring 
forces such as personal relationships, group interactions and dynamics, social relationships, 
concepts of authority and leadership, of professional training and affiliation, of trends in society 
(da Silva & Wise, 2003).  
 
This paper asserts that investment in early childhood will be maximised if investors attend to the 
work of those early childhood teachers who construct and maintain connectedness and 
community among workers and the families they are expected to support (Black, 2000, 2002; 
Giddens, 1993; Kondrat, 2002). As the early childhood teachers portrayed in this paper have 
shown, they are co-constitutors and co-creators of service provisions, just as players are in a 
football game or a ballet troop is in the dance (Kondrat, 2002). They know a great deal about the 
conditions and consequences of interactions and can uncover many of the structural features that 
detract from the intended notion of support for families, care and education for children (Black, 
2001; Burton, 1997; Halliwell, 1994). Most importantly, they are creators of new and potentially 
more effective strategies for creating truly supportive provisions for families and children.  
 
Reflecting on their challenges and how they manage them provide many pointers for those 
wanting good investment outcomes. Clearly there is much yet to accomplish in terms of 
promoting connections among the various early childhood programs and services supporting 
families. Recognition of the types of services used and the routines experienced by children is 
crucial, and may mean responsive reconsideration of curriculum priorities and typical 
programming goals. Services also need to embrace a common, shared goal of supporting 
families, using this as a platform from which to make concerted efforts to understand variations 
in programs and routines across different services. Networking across the collection of services 
and programs supporting families is absolutely necessary and work needs to be done to promote 
a sense of community and collective responsibility for the experiences of families and their 
children.  
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